INTRODUCTION
Scientists read a great deal. Reading is central to their professional lives, and the amount they read is a decent predictor of their success. In a monumental work on communication patterns of scientists and engineers, Tenopir and King (2004) report one set of data that show scientists "spend almost two thirds of their informational input time performing reading activities" (p. 159). The time amounts to 553 hours per year or 23.2% of total work time. When speaking and writing are included in addition to reading, the scientists surveyed spent 58.1% of their time performing communication activities. It is not much of a leap to conclude, as Tenopir and King did, that because "time is a scarce resource, this amount of time spent was an indicator of the value of the information gained from reading" (p. 130). They cite considerable additional evidence to show that the amount of reading by scientists has changed little over the past six decades for which data are available. They continue to report further evidence that scientists rate reading as essential to their research and as the primary source of creative stimulation. Indeed, the award-winning and high-achieving scientists read more than others (p. 119). It is, therefore, important to science education to know how well the reading of science is taught in schools.
This paper addresses one aspect of the concern by describing a comprehensive set of studies assessing the potential for commercial reading programs to teach reading in science. More specifically, the studies explored the support for teaching and learning how to read scientific text provided by the three Grade 1-Grade 6 commercial reading programs used in Canada wholly or in part by more than 90% of teachers, a figure based upon written correspondence we conducted with the 13 provinces and territories. The three programs are (a) Cornerstones Canadian Language Arts by Gage Educational Publishing Company (1998 Company ( -2001 , (b) Collections by Prentice Hall Ginn Canada (1996) (1997) (1998) (1999) (2000) , and (c) Nelson Language Arts by Nelson Thomson Learning (1998 Learning ( -2001 . These remain the most current versions provided by the publishers.
We provide a background that looks first at the changes that commercial reading programs have undergone over the past three decades or so, and why those changes support the need for this study. Second, we review what we know about critical reading ability among adults in the area of science, and then assess this ability in terms of broadly accepted goals of science education in democratic and industrialized societies. Third, we outline our view of reading and of scientific literacy, and of how both are related through inquiry. The second and third sections show why instruction in science reading is important. Fourth, we provide and discuss the results of a detailed analysis of the commercial reading programs directed toward the following questions: from 25% to 35% depending upon province or territory according to their Web sites current at the time of writing. This proportion compares to about 10% for science. Therefore, language arts instruction and teachers can be very important resources for fostering reading in science. Commercial reading programs provided the dominant materials used for reading instruction in North American elementary classrooms throughout most of the 20th and into the 21st century (Dole & Osborn, 2003; Smith, Phillips, Leithead, & Norris, 2004; Smith, Phillips, Norris, Guilbert, & Stange, 2006) , and many teachers still rely heavily on commercial programs for much of their reading instruction (Morrow & Gambrell, 2000; Moss & Newton, 2002) . These programs are pervasive, their influence extends in one form or another to almost all reading instruction across the curriculum, and, therefore, the examination and analysis of them is crucially important to science education policy with regard to reading in science.
The literature-based movement had a significant effect on basal reading programs in the United States over the past three decades (Cullinan, 1987; McCarthey et al., 1995) . The movement toward literature-based instruction called for the use of authentic texts in classrooms, including informational texts such as magazine and newspaper selections (McCarthey et al., 1995) . Some state education departments called for literature-based reading programs, and publishers responded by producing anthologies that included large quantities of children's literature (Hoffman et al., 1994; McCarthey et al., 1995; Reutzel & Larsen, 1995) .
As a response to what eventually came to be seen as an overemphasis on literature, there have been repeated calls for inclusion of more informational text in children's reading instruction (e.g., Christie, 1987; Duke, 2000; Pappas, 1991 Pappas, , 2006 . The range of literature frequently provided has consisted mainly of fictional narrative texts (Moss, Leone, & Dipillo, 1997) , and this predominance of narrative in the early elementary grades has been challenged by calls for varied experiences with other text types, particularly expository or informational (Duke & Bennett-Armistead, 2003; Duthie, 1994; Yopp & Yopp, 2000) . The foremost argument in this challenge points to the ubiquity of informational text in society, necessitating early exposure to build background knowledge, vocabulary, awareness of different text structures and features, and other types of knowledge essential for full access to literacy. Affective and motivational reasons also have been advanced for a greater emphasis on nonliterary texts (Doiron, 1994) as well as reasons relating to increased reading achievement (Guthrie et al., 1998) . Gender concerns reinforce the need for more informational text, because evidence that boys are less enthusiastic about reading (particularly fiction) presents yet another serious challenge to the extensive use of fiction (Millard, 1997) . Thus, there is a heightened awareness of the need for increased exposure to informational texts in the early grades. Each of the changes in perspective and attitude that have marked the history of commercial reading programs in the United States is mirrored in Canadian history and in the history of other countries (e.g., Littlefair, 1991) . Therefore, the analysis we present has significance and relevance much beyond Canada.
In current reading program guides, the inclusion of informational text is justified on the grounds that it affords students the opportunity to read a variety of genres and language forms. For example, the program overview for a Grade 6 unit of study found in the teacher's guide Choosing Peace says: "An important part of the unit is to teach students to 'read' graphics such as diagrams, charts, photos, and graphs-often an important component of technical information in other curriculum areas" (Nelson Language Arts, 1998, p. 63) . In many teacher's guides, reference also is made to the goal of developing cross-curricular learning links. The Cornerstones program advances this principle as follows in its teacher's guide for Grade 6:
Learning as an integrated whole has become a major philosophical understanding in the development of curriculum.... Each anthology contains science and social studies focus units. These units create learning opportunities which introduce, reinforce, or revisit concepts evident in these curricula. The significant inclusion of non-fiction selections promotes learning opportunities that allow educators to foster various cross-curricular connections. (Cornerstones Canadian Language Arts, 1999, pp. VI -VII) In a preview of cross-curricular links in Level G of the Grade 2 teacher's guide, we find stated, "Activities develop scientific skills in observation, reading information text, researching, and record-keeping (e.g., charts, cycle diagrams)" (Nelson, 1999, p. 131) . The Teacher's Resource Module for the Grade 5 unit Weather, wings, and kite strings claimed to "help students develop concepts pertaining to the understanding of
• weather with its changes in the seasons and conditions in the sky • birds and their habits in the wild and in relationship with people • flight and how people have made use of its principles with kites, planes, and hot air balloons. (Collections, 1999, p. 2) Are such claims warranted? Investigation into the types of text included in commercial readers is limited. Most existing research predates the contemporary push for inclusion of more nonfiction and informational texts in literacy instruction (e.g., Flood & Lapp, 1987; Flood, Lapp, & Flood, 1984; Moss & Newton, 2002; Murphy, 1991; Schmidt, Caul, Byers, & Buchmann, 1984; Smith, 1991) . Results of these studies point to a literary emphasis on the materials contained in reading programs, but do not reveal whether publishers have responded to the more recent calls for greater diversity in genre choice. In particular, are students being exposed to text with a scientific context, and if so, how much exposure are they receiving? Are they being taught to read scientific text? Except for findings reported from our own research Smith et al., 2006) , we know of no research addressing these questions.
Young Adults' Reading of Science
High school and junior high school teachers generally assume that their students can read scientific and other nonfiction texts, although many students have great difficulty doing so (Peacock & Weedon, 2002) . Moreover, when students graduate from high school, it is desirable that they be able to read the sorts of science materials useful for lifelong learning of science and democratic participation. For example, it would be beneficial if they could read media reports of science, notices of counterindications to drug therapies, proposals for environmental protection associated with a neighborhood development, and the like. There is also an assumption on the part of many teachers that learning to read takes place in primary and elementary school (Abell & Roth, 1992; Brickhouse, 1990; Heselden & Staples, 2002; Pappas, 2006) . Such a belief lies at the root of a legendary, and perhaps fictional, high school teacher's statement: "I assign reading; I don't teach it." Junior high school and high school content area teachers, science teachers among them, simply do not see the teaching of reading as part of their jobs (Wellington & Osborne, 2001) .
However, several surveys of senior high school students and young adults belie the assumptions that the students can read scientific text. Research (e.g., Norris & Phillips, 1994b; Phillips & Norris, 1999; Penney, Norris, Phillips, & Clark, 2003) has shown that, although senior high school and undergraduate university students tend to interpret correctly observation statements, statements of method, and predictions when they read science, they show weakness in a number of other critical reading skills. Specifically, they tend to demonstrate a certainty bias, which leads to attributing a greater level of certainty to statements than was actually reported, to confuse causal and correlational statements, to confuse descriptions of phenomena with explanations of them, and to fail to distinguish evidence from conclusions based on the evidence. There is a pattern to these strengths and weaknesses. When the reading involves material that can be interpreted in isolation-facts about what was observed or done, statements about the future (tense is a give away)-then they perform fairly well. When the reading requires integrating information from different parts of the text and seeing the connections between them, they perform significantly less well.
Scientific Literacy
National science education goals in many countries presume a citizenry that can read better than is indicated in the studies cited in the previous section. To achieve these goals, it makes sense to start teaching in the early school years the skills necessary to read science critically. We see some support for such teaching in national standards, both in the United States (National Research Council [NRC], 1996) and elsewhere (Council of Ministers of Education, Canada [CMEC], 1997; Millar & Osborne, 1998) . For example, the National Science Education Standards (NSES; NRC, 1996) call for more than "science as process," in which students learn such skills as observing, inferring, and experimenting. These standards emphasize that inquiry is central to science learning. In addition, the standards document claims that scientific literacy has become a necessity for everyone because everyone needs to use scientific information to make life choices, everyone needs to engage intelligently in public discourse and debate about important issues that involve science and technology, and everyone deserves to share in the excitement and personal fulfillment that can come from understanding and learning about the natural world.
We endorse all of these goals. However, we have a nagging feeling that something is missing: nowhere in the NSES (NRC, 1996) is there a sense that reading (we shall concentrate on reading, but much of what we say applies also to writing) is itself part of scientific inquiry. This observation motivates a number of questions: When and how are people taught to use scientific information to make life choices? When and how are people taught to engage in public discourse? When educators use the term "scientific literacy," do they consider that reading is somehow centrally involved? This is not just a question relevant to science education standards in the United States: it is also relevant in Canada (CMEC, 1997) and in the United Kingdom (Millar & Osborne, 1998) .
Science educators and teachers accept that reading is involved at least as a tool for learning and doing science. To demonstrate that reading is more centrally involved in scientific literacy than this, we need to look into the meaning of reading. Consider the following simple view of reading as an opening hypothesis: Reading is being able to recognize words correctly and to locate information in the text. There is strong reason to believe that teachers unwittingly foster this simple view of reading, despite over 5 decades of research showing that skilled word recognition is not reading. "Although . . . skilled decoding is necessary for skilled comprehension . . . decoding is not sufficient . . . Despite the plethora of research establishing the efficacy of comprehension strategies instruction, very little comprehension strategies instruction occurs in elementary schools" (Collins Block & Pressley, 2002, pp. 384-385) . Indeed, Pressley and Wharton-McDonald found it necessary to challenge "the myth that children will be able to comprehend a text simply because they can decode words in it" (1997, p. 448) . In children's minds, the simple view engenders a belief that "reading is being able to say the words correctly, a passage of unrelated words [seems] just as readable as an intact passage" (Baker & Brown, 1984, p. 359) . Teaching according to the simple view of reading leads students both to an inflated view of their ability to read and to the impression that science does not have to make sense. It does not attend to understanding, cannot distinguish cases of understanding from failure to understand, and does not resemble the reading that scientists do in their work.
Scientists read and write a great deal of the time. When reading, they puzzle over the meanings of what other scientists have written; question their own and other scientists' interpretations of text, sometimes challenging and other times endorsing what is written; and they make choices about what to read, how closely and critically to read, and about what to seek in their selections. When writing, they ponder phrasing that will capture what they mean, often constructing what they mean while they write; search for expressions that will carry the level of exactness they intend; choose words carefully to distinguish between degrees of certainty they wish to express; and select genres to describe what they did to collect their data and to provide justifications for their methods (see Tenopir & King, 2004 , for a thorough account of scientists' reading and writing activities and preferences). These activities of constructing, interpreting, selecting, and critiquing texts are as much a part of what scientists do as are collecting, interpreting, and challenging data. These activities with text are as much a part of scientific inquiry as are observation, measurement, and calculation. All the activities rely on interpretation and understanding, not just on recognizing words and locating information. Yet much of the reading in science instruction deals with texts in ways that do not foster the sort of critical reading that we are contemplating (Ford, Brickhouse, Lottero-Perdue, & Kittleson, 2006; Kesidou & Roseman, 2002; Rowell & Ebbers, 2004) .
Given the complexity of these literacy activities, we propose an alternative definition of reading that fits well with traditional goals of science education. Returning to what scientists do when they read, we can see that interpreting a text is a complex task: taking into account all the relevant information; applying criteria for judging the adequacy of interpretations; and judging whether a proposed interpretation explains the text and is consistent with known facts, whether alternative interpretations are inconsistent with known facts, and whether the proposed interpretation is plausible. This is inquiry. So, we conclude, reading is inquiryanalyzing, critiquing, and interpreting text involves the principled interpretation of text by a reader who infers meaning by integrating text information with relevant background knowledge.
Reading is best understood as a constructive process. However, we reject the relativism associated with some versions of constructivism. Readers should adopt a critical stance toward text by engaging in interactive negotiation between the text and their background beliefs in an attempt to reach an interpretation that, as consistently and completely as possible, takes into account the text information and their background beliefs (Phillips & Norris, 1999) . It is in the fashioning of interpretations that our position is constructivist, and in the fashioning under constraints of consistency and completeness that our position is not relativistic. We, thus. see reading as the principled interpretation of text.
According to a simple view, reading is knowing all the words and locating information in the text. By contrast, we maintain that reading is not a simple concatenation of word meanings; is not characterized by a linear progression or accumulation of meaning as the text is traversed from beginning to end; and is not just the mere location of information. Rather, reading depends upon background knowledge of the reader, that is, on meanings from outside the text; it is dependent upon relevance decisions all the way down to the level of the individual word (Norris & Phillips, 1994a) ; and it requires the active construction of new meanings, contextualization, and the inferring of authorial intentions (Craig & Yore, 1996) . In short, reading shares the features of all inquiry (Norris & Phillips, 1987 ).
If reading is as expansive as we describe, then reading involves many of the same mental activities that are central to science (Gaskins et al., 1994) . Moreover, when the reading is of science text, it encompasses a very large part of what is considered doing science. It is not all of science, because it does not include the manipulative activities and working with the natural world that are so emblematic of science. However, the relationship between reading and science is intimate. If science teachers continue to show little concern for text, see reading as merely a tool to get to science, or see reading as unimportant, then they are likely unwittingly to underestimate the complexity of reading in science.
We can now answer more clearly the question of whether reading is centrally involved in scientific literacy. We find it useful to distinguish between scientific literacy in its derived sense, referring to scientific knowledgeability and being learned and educated in science, and scientific literacy in its fundamental sense, referring to the ability to read and write when the content is science . Usually, it is the derived sense that is meant: the fundamental sense is overlooked. However, it is scientific literacy in the fundamental sense that makes it possible to have scientific knowledge in the first place. That is why it is fundamental. The upshot is that, if scientific literacy is a goal, then an important place to start achieving it is to teach reading and writing in the context of science. Being able to read (i.e., analyze, critique, and interpret text) when the content is science is what is required "to use scientific information to make life choices," and "to engage intelligently in public discourse and debate about important issues that involve science and technology," which the NSES claims are primary reasons for teaching science. Therefore, thinking of reading as inquiry helps to clarify what some National Science Education Standards mean and to thereby think more concretely about how they might be achieved. It is this sense of reading that we had in mind when we analyzed the commercial reading programs.
GENERAL METHOD

Data Sources
The ministries of education in all 10 Canadian provinces and 3 territories were asked to identify the current and most extensively used commercial reading programs in Grades 1-6. Each jurisdiction identified at least one of the following programs: (a) Cornerstones Canadian Language Arts by Gage Educational Publishing Company (1998 Company ( -2001 Collections by Prentice Hall Ginn Canada (1996) (1997) (1998) (1999) (2000) , and (c) Nelson Language Arts by Nelson Thomson Learning (1998 Learning ( -2001 . At the time of writing, these programs were those supplied by each publisher. Complete program sets were obtained for this research. Each set contained teacher's guides and student books. The content contained in the student books and teacher's guides was the focus of this investigation. Neuendorf's Content Analysis Guidebook (2002) was used as a source for procedures.
Development of Classification and Coding Frameworks
For each of the eight research questions, a classification or coding scheme was developed. These schemes were used to classify selections and parts of selections in each of the student books as follows: 
Unit of Analysis
In addition to teacher's guides and a variety of ancillary materials, each reading program contained a set of student books (anthologies). There were at least two student books per grade for each publisher and a total of 72 books across the six grades and three programs. Each student book comprised several selections, each identified by its own title, much as chapters in an edited book. The selections ranged in length from a page or two to ten pages or so, with the longer selections tending to fall into the higher grades.
All selections in each publisher's anthology were inventoried by grade. Each selection in the student books was associated with instructional materials in the teacher's guides. These materials included directions and suggestions related to all aspects of literacy, including reading instruction, writing instruction, assessment, text extensions through additional information, project work, instructional modifications to address various student and contextual needs, links to the home, and integration with other curricular areas. Sometimes more than one selection was associated with the same instructional material. However, each selection was considered separately as a unit for analysis. There were 1,106 selections coded for this investigation.
Presence of Scientific Content
We reviewed Benchmarks for Scientific Literacy (American Association for the Advancement of Science [AAAS], 1993), the Common Framework of Science Learning Outcomes (CMEC, 1997), the National Science Education Standards (NRC, 1996) , and Science for All Americans (AAAS, 1994) to determine the potential usefulness of each as a source of criteria by which to judge whether selections contained or did not contain scientific or technological content. We decided to include technology as well as science in our search because it is so frequent nowadays to find the two associated in curricula and national science education documents. The NSES was selected as the primary resource document, because it includes the clearest and most concise set of science content statements for the elementary grades as well as a classification of these statements into categories and subcategories that are easily distinguishable from one another. For example, the category, Physical Science, contains the subcategories, Properties of Objects and Materials; Position and Motion of Objects; and Light, Heat, Electricity, and Magnetism. The NSES was supplemented using 1 Different combinations of the authors worked on each question under the oversight of Norris and Phillips. Guilbert and Stange worked most closely with the programs to identify the presence and proportion of scientific content in the selections, the areas and topics of science, and the use of text features. Their coding systems and judgments were corroborated in discussions with Norris and Smith. Smith, in collaboration with Norris and Phillips, took primary responsibility for the genre categorization and identification of instructional guidance and assessment techniques and the work of four student coders. Finally, Baker and Weber, under Norris' oversight, took primary responsibility for coding the scientific accuracy of the selections, including the development of needed classification schemes. the Common Framework of Science Learning Outcomes and further modified as described below to yield the category system displayed in Table 1 .
To make distinctions as sharply as possible, we based classifications on whether the selection developed the concepts contained in the NSES statements. For example, whereas a selection about butterflies sitting in a tree was initially judged as falling into the Life Science subcategory Organisms and their Environments (1c), the selection did not develop to any extent the following concepts listed in this subcategory:
An organism's patterns of behavior are related to the nature of that organism's environment, including the kinds and numbers of other organisms present, the availability of food and resources, and the physical characteristics of the environment. When the environment changes, some plants and animals survive and reproduce and others die or move to new locations. (NRC, 1996, p. 129) In this and similar cases, the selection was classified as not containing scientific content.
Science Education
We read all the Grade 4 selections and discussed why each should be judged to contain, not contain, or maybe contain science content. These judgments led to modifications in the framework. A subcategory, Weather (3c), was added to the Earth and Space Science category to capture subject matter appearing in the selections that otherwise would be difficult to categorize. All statements related to geology were placed in the Properties of Earth Materials subcategory (3a), and those related to Objects in the Sky (3b) were subsumed under that heading. Changes were made to categories and subcategories related to doing science and understanding science and technology to consolidate like statements and make the categories roughly parallel. The single Science and Technology category was divided into two: Understanding Science (5) and Understanding Technology (4). The categories, History (5c) and Nature of Science (5b), were incorporated into the new Understanding Science category. Two subsections were renamed to better indicate their emphasis on students engaged in doing: Solving Technological Problems was renamed Engaging in Technological Design, and placed under Understanding Technology (4a), and the Science as Inquiry subcategory was renamed Engaging in Scientific Inquiry and placed under the new Understanding Science category (5a). The subcategory, Confirmation Activity, was added to both the Understanding Science (5e) and the Understanding Technology (4c) categories. Confirmation activities are those in which a scientific idea is presented and students are asked to confirm this idea. Finally, because no selections were found to contain content related to the category, Unifying Concepts and Processes, it was deleted. The final categories, subcategories, and keywords used for classifying science content can be found in Table 1 .
The framework in Table 1 was used to categorize the entire set of 1,106 selections across the six grades. There were 98 challenging cases where categorization demanded extra discussion for resolution. An effort was made to reduce to a minimum the number of "maybe" categorizations. This reduction was facilitated by having discussions on the precise wording of the NSES statements, and by deciding to categorize as containing scientific content any selections that contained even a marginal amount of science. We subsequently coded each selection containing scientific content for the proportion that was science (as described in the following section). In the end, only six selections remained in the "maybe" category, defying our efforts to decide definitively on their status as containing scientific content or not. They were not included in our analysis. We also were faced with selections that have an underlying scientific idea, but which did not directly state or explain any scientific content. We coded such selections "no." For the final coding, agreement was found on all cases.
The complete data on this analysis have been reported previously (Smith et al., 2006) . Across both grade and publisher, slightly more than one fifth (21.5%) of the selections contained science. The Grade 1 and 2 programs tended to contain the smallest proportion of science selections (at 17%, excluding Cornerstones Grade 1), the anomaly being Cornerstones Grade 1 at 33%. Grades 3-6 had a larger and almost the same proportion of science selections, ranging from 20% to 24%. These results suggest that there is opportunity provided by these commercial reading programs for teaching reading in science, at least judging by the number and proportion of selections containing scientific content. One possible concern, with the exception of the anomalous Cornerstones Grade 1 program, is that the proportion of scientific content in Grades 1 and 2 is considerably lower than Grades 3-6. We do not know whether the delayed emphasis on science has any bearing upon the documented decline in interest in science beginning at about the age of 10 years (Bordt, de Broucker, Read, Harris, & Zhang, 2001) , and whether it leads to reading difficulties in the area, but we, like others (e.g., Ford et al., 2006; Kesidou & Roseman, 2002) , expect it could.
Proportion of Scientific Content
Ranges for characterizing the proportion of scientific content were defined. Using these five ranges (1%-12%, 13%-37%, 38%-62%, 63%-87%, and 88%-100%) allowed every selection containing any amount of science content to be categorized as "yes," while indicating the prevalence of science content therein.
Regarding the percentage of science in narrative selections, we decided that if the nonscientific elements in the narrative were necessary to justify or make sense of the science content in the selection, then the entire narrative could be considered science. For example, a Grade 3 narrative about a mother and daughter experiencing a solar eclipse (Collections, 1998, pp. 23-27) contains statements, some made by the mother and some made by the narrator, describing and explaining an eclipse: "A solar eclipse happens when the moon passes between the sun and the Earth" (p. 23); "It takes about two hours" (p. 24); "Little by little the cloudy sky darkened" (p. 26); "darkness lasted only a few moments" (p. 27). The science was so deeply embedded in the story that it could not be understood without the surrounding narrative to draw attention to the focus of the statements.
However, if parts of the narrative could be removed without affecting the sense one could make of the science, then the selection would be placed in one of the lower proportions of science content. For example, a Grade 4 selection about two boys caught in a severe thunderstorm (Collections, 1996, pp. 63-69) contained only one piece of scientific information, namely, that the light from the lightning reaches the observer before the sound. This fact could be grasped without the entire surrounding story, by simply extracting the section in which one of the boys counts off the seconds between the flash and the thunder.
The interrater reliability we established for initial coding of proportion of science content was 82%. All differences were resolved for the data reported here. Table 2 shows the percentage of science selections falling into each of the content ranges. The data show that in two thirds of the selections in which science content was contained, the selections were predominantly science (≥88%). In only a minority of the selections containing science was a small proportion of the space devoted to science. We take this trend to be favorable to the teaching of reading in science, because extended scientific text allows for a more concentrated focus on science-reading instruction. Had the results shown, for example, that most of the selections contained only 1%-12% science, then students would have faced snippets of science text and a much reduced opportunity for learning to read science.
Genres
The genre of each selection was analyzed and coded. In developing a genre classification framework, we first examined other studies (e.g., Flood & Lapp, 1987; Flood et al., 1984; Moss & Newton, 2002; Murphy, 1991; Schmidt et al., 1984; Smith, 1991) . To optimize comparisons across time and to build on previous research, we utilized a methodology similar to that devised by his colleagues (1984, 1987) . Five genres are relatively uncontroversial and can be found in most previous studies of text types in basals: narrative, poetry (including song), play (including readers' theater), biography or autobiography, and expository. In light of the problems we encountered in attempting to classify text using only these designations, we added five major categories to our text-coding scheme. A multiple text category was added to accommodate those selections that included more than one major genre with neither dominant, such as a text that included a narration, followed by an exposition, followed by another narration. A hybrid category covered selections in which there was a form-function disjuncture, most often a narrative or poem with an informational function, such that the form (say, a poem) would lead the reader to expect a literary purpose (e.g., providing entertainment or describing a moral) but the purpose is also to impart information (e.g., about the function of various animals' tails). Pictorial texts were defined as wordless pieces such as photo-essays and representations of artwork that were not part of a larger text. Patterned texts are repeated strings of text with some word/phrase substitutions; these repetitions of text patterns generally show little meaning development. Finally, like Murphy (1991) , we included an "other" category to deal with a wide variety of low-frequency text forms such as interviews, diary excerpts, letters, reproduced advertisements, and résumés.
The categorization scheme was developed using an iterative procedure. The final coding scheme was adopted only after we reached agreement on the interpretation of the categories, and high levels of interrater reliability were demonstrated. All selections were divided between two trained student coders in a stratified random manner that ensured that selections from each grade and publisher were equally represented with each coder. After all the selections had been coded, a random sample of 10% of the selections from each grade and publisher was chosen. Using a match-mismatch interrater reliability procedure, agreement on major genre categories was determined to be 84%.
The range and variety of genres for both science and nonscience selections are found in Table 3 . A majority of the science selections were expository, 10% were narrative, 6% poetry, and 12% hybrid. There were clear differences between the science and nonscience selections. About one third of the nonscience selections were narrative, and about another one third poetry, placing nearly two thirds of the nonscience selections into a literary category. Only 9% of the nonscience selections were expository. There was a broader range of genre types represented in the nonscience selections, given that the science selections contained no plays or pictorial texts. Some implications for instruction are clear. Given the dominance of expository text in the science selections, and the comparative absence of narrative and poetry, instruction for reading success in the science selections needs to focus on different strategies than needed in the nonscience selections. The phenomenon here is very interesting: Change of topic (nonscience to science) is correlated with change of genre (literary to expository). If the change of topic is not also accompanied by a change in instructional focus, then the chance of reading success in the science selections will be diminished. Many studies have shown that young readers find it harder to read expository text than other genres (Graesser, 1981; Graesser, Hauft-Smith, Cohen, & Pyles, 1980; Voss, Wiley, & Sandak, 1999; Zabrucky & Moore, 1999) , although in a recent analysis we concluded that the evidence was not clear-cut (Norris, Guilbert, Smith, Hakimelahi, & Phillips, 2005) . Nevertheless, we believe there is a risk that comparative reading difficulty and lack of reading success might become associated in children's minds with science, which is so commonly paired with expository text that as shown by at least some evidence they find more difficult to read. We acknowledge, as well, that the expository category covers a variety of text forms and purposes, such as description, argumentation, and cause-effect reasoning, that would need to be analyzed separately for effective instruction to be devised.
Scientific Areas and Topics
We classified the content in each of the 238 science selections according to the framework in Table 1 . Many of the selections contained content found in two or more of the subcategories. We decided to classify the primary focus, and up to and including the tertiary focus, if such were present. The best ordering of primary, secondary, and tertiary foci sometimes was not apparent. In these cases, a final decision depended on the overarching theme of the selection. We proceeded through this coding process grade by grade, making further refinements to the classification framework to improve interrater reliability. When necessary, the student coders would return to their earlier work and recode selections to reflect changes made while they engaged in this iterative process. Most of the disagreements over the primary focus were over the subcategory classifications of Table 1 and not over the main categories. After completing the classification of the science content in all 238 science selections, total agreement (agreement on primary, secondary, and tertiary foci, including order) was found for 60% of the selections. There was 77% agreement on the primary focus, and agreement on two of the three foci (disregarding order) 95% of the time. All disagreements were resolved through discussion for the final coding reported in Table 4 .
Life science concepts clearly predominate, being the primary focus in two fifths of the selections, and either a secondary or a tertiary focus in another one fourth. Understanding technology was the primary focus in about one fourth of the cases. Physical science concepts were found much less frequently, even as secondary or tertiary foci. Only 50% of the selections had more than a primary focus, and only 17% had three or more foci.
The reasons for the very unequal distribution across science categories are unknown. Certainly, there are enough topics in the physical, earth, and space sciences for the distribution to have been uniform or more nearly uniform. A more equal distribution would be our preference for reasons of representing accurately the range of science and also for exposing students to a greater range of scientific vocabulary and concepts.
Scientific Accuracy
We developed two analytic tools: a typology of inaccuracies and a severity of inaccuracy index. We began developing the typology of inaccuracies by examining a small number of selections from the Grade 4 program and gradually moved outward toward higher and lower grades, again by examining a small number of selections from each. The aim was to identify all inaccuracies and to classify them according to type. An initial draft was developed on the basis of 12 selections. This draft was then applied to a new set of selections and revised as necessary. Several iterations of this sort were conducted until the version of the tool found in Table 5 was developed. This version was then applied to the analysis of all the science selections.
The severity of inaccuracy index consisted of a three-point scale: minor inaccuracies (comprehension likely unaffected), moderate inaccuracies (comprehension moderately affected), and major inaccuracies (comprehension severely affected). Each inaccuracy was assigned to a point on this scale. Note that the application of the severity index required judgments of how the comprehension of children at the grade level targeted by the reading selections under analysis likely would be influenced by the accuracy of the selection, but we conducted no independent, objective tests of children's comprehension.
To make the severity of inaccuracy judgments as credible as possible in the context, we took two steps. The first step was to limit the scale to three points so that fine distinctions would not be required. The second was to rely upon the two reading experts among the authors whose combined years of experience in clinical reading settings provided the background to make these educated and informed judgments. Nevertheless, the judgments are predictions that call for confirmation with direct empirical studies of children. Table 6 provides the frequencies of inaccuracies by order of their occurrence in the selections. We report only up to the first five errors in any selection (only two selections had more than five inaccuracies). Across the 238 selections, there were 277 inaccuracies. We have not attempted in this paper to interpret the significance of the order of occurrence of the inaccuracies. Such significance could exist, for example, in the compounding of possible student misconceptions through the repetitions of the same inaccuracy in a selection. Significance of order could also exist in one inaccuracy being contradicted by a subsequent inaccuracy. For our purposes here, we interpret the data as follows: 145 of the 238 selections contained at least one inaccuracy, 71 at least two inaccuracies, and so on. Only six selections had at least five inaccuracies. We categorized the inaccuracies into nine types, with a tenth "other" category for inaccuracies we did not know quite how to categorize. The most frequent inaccuracy was oversimplification, when the attempt to simplify resulted in error (interpreted at the grade level of the selection). The next most frequent inaccuracy was • Term(s) are used incorrectly (e.g., "force" to mean "velocity") Oversimplification of concepts
• Simplifying concepts resulted in making them incorrect (e.g., sun described as exploding ball of gas) Incorrect facts
• Established scientific facts are misrepresented (e.g., bacteria called plants) Cannot confirm information
• Authenticity of information could not be verified (e.g., could not verify that lizards use tongues to clean) Personification
• Human characteristics are given to nonhuman subjects (e.g., personified feelings of a wounded wolf) Visual inaccuracy
• Pictures, illustrations, and diagrams contain misrepresentations (e.g., geese pictured flying in a heart-shaped pattern) STSE inaccuracy
• STSE issues/concerns are falsely represented or not included Omission of NOS/inquiry or missed NOS/inquiry opportunity a. Laboratory experiences/activities had the opportunity to meet NOS/inquiry standards but failed to do so b. Misrepresentation of NOS (e.g., science must be true) Others
• Any inaccuracy that does not fit the above categories NOS, nature of science; STSE, science -technology -society -environment. omission of definitions-the failure to define unfamiliar concepts and to label diagrams. Next in frequency were incorrect facts, the contradiction of established scientific facts. The least frequently occurring inaccuracies were omission of nature of science (NOS) and science-technology-society-environment (STSE). Some inaccuracy types were repeated: for example, in one selection there were five omissions of definitions, in two selections there were five instances of oversimplification. All types of inaccuracy occurred at least twice in at least one selection. Table 7 provides the frequency of inaccuracies by their severity. The majority, 68%, of inaccuracies were minor, and only 8% were major, that is, 21 of the 277 inaccuracies were major. Table 8 gives the frequency and proportion of inaccuracies by primary science focus. Recall that we reported up to three levels of science focus for selections, primary, secondary, and tertiary (for details, see Table 4 ). Data of Table 8 are based upon only the primary focus. The greatest number of inaccuracies occurred in the selections with life science as the primary focus, and the least number in physical science selections. The proportion of inaccuracies within science foci varied considerably. For example, the greatest proportion of inaccuracies for most foci was oversimplification. However, misuse of terminology was much more prominent in the physical science selections, visual inaccuracy much more prevalent in life science and understanding technology selections, and so forth. Table 8 does not control for differences between the total number of pages contained in selections under each science focus. The total number of pages across all selections was 1205.5. Of these, the life science selections contained 43%, physical science 3%, earth and space science 13%, understanding technology 23%, understanding science 7%, and science in social and personal perspectives 11%. Table 9 projects the frequency of inaccuracies under each science focus on the basis of two assumptions: (i) each of the six foci contains the same proportion of the total number of pages, that is 0.167, and (ii) the frequency of inaccuracies within each science focus is directly proportional to the number of pages contained by the focus. Given that the focal areas with the least number of pages (physical, earth, and space sciences) tended to have the highest rate of inaccuracies, and the focal area with the most pages (life sciences) had the lowest rate of inaccuracies, an immediate effect of devoting the same number of pages to each focal area would be an increase in the total number of inaccuracies from 277 to 323. Note, also, that it is physical science and not life science that now has the greatest number of inaccuracies at double that for life science. Indeed, under these normalized figures, the life science selections contain the fewest inaccuracies of all focus areas. Earth and space science is second in number of inaccuracies, and the remaining three focus areas are roughly equivalent.
In sum, there was just over a single (1.2) inaccuracy per selection on average, which we judge to be minimal, although of course we would prefer none at all. Of the inaccuracies that were identified, more than two thirds were of a minor nature, and fewer than 10% major.
TABLE 8 Frequency and Proportion of Inaccuracies by Primary Science Focus
Primary 
TABLE 9 Frequency of Inaccuracies by Primary Science Focus Normalized by Equalizing Total Number of Pages in Each Focus
Primary Although the life science selections had the greatest number of inaccuracies and the physical science selection the least, the order was reversed when total length of the selections in each focus was taken into account, because the life science selections contained 43% of the total number of pages compared to 3% for the physical science selections. The most frequent inaccuracies had to do with omitting definitions of new concepts, oversimplifying material to the point of error, and making outright errors of fact.
Text Features
Text features refer to aspects of the selections, not including the ordinary (nonscientific) meanings of words and sentences, that required students' interpretations. We began our examination of the selections looking for four text features and with an openness to identify others: scientific vocabulary, diagrams, charts, and illustrations. We sampled the selections and searched the literature (e.g., Hoyt, 2002; Hoyt, Mooney, & Parkes, 2003; Mallett, 2003; Penney et al., 2003) to develop a more extended list of features that was comprehensive and upon which we could reach settled interpretations and high agreement between the coders. The final set of text features is contained in Table 10 . Table 11 presents data on the frequency and occurrence of the text features described in Table 10 by grade level. Table 12 presents the same data organized by publisher. From Table 11 , we see from the extreme right-hand column that the total number of text features increased dramatically from Grades 1 and 2 to Grade 3 and remained at a higher, though somewhat diminished, level for the remaining three grades. This increase was not entirely due to the increase in number of selections in the higher grades. Although Grade 2 had by far the fewest selections and Grade 6 the most, all other grades had approximately the same number of selections. The increasing length of selections with grade does not entirely explain the increase in text features either. Although the occurrence of text features approximately double from Grades 1 and 2 to Grades 3-6, the total number of selection pages increased by only approximately 40%. Also, the correlation between number of text features and number of selection pages across the six grades is about .70, which is less than a 50% overlap in variance. Neither is the increase in text features related to differences in genre distribution across the grades, as we have shown elsewhere : the percentage of narrative text found in these programs is almost identical for Grades 1, 4, 5, and 6, with about a 30% increase in Grades 2 and 3; the percentage of expository text is lowest in Grade 1 and almost equal for the other five grades. In either case, there is no radical genre transition between Grades 2 and 3 at the point of the dramatic increase in text features. A possibly better explanation for the increase in text features is that publishers and authors assumed that older children were more able than younger ones to deal with the added interpretive demands of multiple text features. Such an assumption, if made, would not be obviously justified by the evidence. Increased competence with age might be expected if instruction in interpreting text features were given, but without instruction it is quite possible for children to grow older without any increased sophistication of reading text features.
By far the two most frequent text features were scientific vocabulary and photos. Illustrations taken as a group were approximately as frequent as photos. Use of scientific vocabulary increased about threefold or fourfold after Grade 2. The occurrence of photos and illustrations did not show a pattern according to increasing grade. Charts, graphs, and tables appeared infrequently, as did glossaries. Scientific metalanguage was the next least frequent feature. Photos are perhaps the easiest type of text feature to include after highlighting, which might account in part for their high rate of occurrence. It is gratifying that scientific vocabulary occurred relatively frequently, although, as the data show, there were never more than about five terms per selection on average (that number for Grade 4). Also, the presence of scientific vocabulary can be a double-edged sword, if it leads to unacceptable high-concept density. It is disappointing that charts, graphs, and tables appeared so infrequently, because they are such important tools for communicating scientific results and ideas and because students ought to learn how to interpret them. Of even greater significance is the infrequent use of scientific metalanguage. This is the language used to indicate how the propositions in scientific discourse are to be taken: as statements of method or results; as justifications for procedures or conclusions; as facts, conjectures, or errors. Across the entire 238 selections, we found only 11 terms used to speak metalinguistically about science : analyze, confirm, discover, experiment, justify, observation, principle, research, results , study, and test. We found seven other terms and expressions that are used primarily in everyday discourse and do not have clear meanings in science, but seemed to be serving as scientific metalanguage: compare, examine, figure out, find out, identify, realize, and watch. We believe that it is critically important that children be taught from an early age the vocabulary for talking about scientific processes and products. There is considerable room for improvement in this regard. In addition, although the scientific vocabulary was often highlighted (approximately one fourth of the time), the scientific metalanguage was never highlighted, implying perhaps a lesser importance, which we dispute. The meaning of highlighting frequently is fraught with ambiguity-what quotes and italics mean in a given context is not always easy to say. The right-hand column of Table 12 permits an overall comparison of the three publishers. We see that the total number of text features found in the Cornerstones selections was much lower than in the other two publishers' materials. These differences cannot completely be explained by differences in the average number of text features per selection, even though the total number of text features and the average number per selection have the same rank order across publishers. The total number of pages that each publisher dedicated to science selections varied from Cornerstones at 299.5, Collections at 419.3, to Nelson at 486.8. Taking numbers of pages into account, Collections showed the greatest density per page of text features, and Gage the second greatest. Within particular text features, there are not too many stark differences. Collections contained far more stylized illustrations than the other publishers; Collections also had the highest density (per selection) of scientific vocabulary and of scientific metalanguage. All publishers used many photos and hardly any charts, graphs, and tables. It is difficult to see making any choice among these publishers on the basis of these patterns of text feature use. The main differences between publishers were number of science selections (Cornerstones 73, Collections 80, Nelson 85) and their total length (Cornerstones 299.5 pages, Collections 419.3 pages, Nelson 486.8 pages). It seems at least on the basis of page counts that Nelson paid the most attention to science.
SPECIFIC PROCEDURES, RESULTS, AND DISCUSSION (CURRICULAR AND INSTRUCTIONAL QUESTIONS 7 AND 8)
Unit of Analysis
Recall that for Questions 1-6, the unit of analysis was the selection in the student books. For Questions 7 and 8, focused, respectively, on types of instructional guidance and assessment techniques, instructional units contained in the teacher's guides formed the unit of analysis. Although most instructional units were associated with one student selection, not all were. Across the three programs, there were 980 instructional units covering 1,106 selections. The subset of 238 science selections was associated with 233 instructional units, which became the units of analysis for Questions 7 and 8.
Instructional Guidance
The teacher's guides were considered the appropriate materials for analysis of instructional guidance because they contained all the instructional directions found in the student books and additional instruction. The instructional units in the teacher's guides contained diverse suggestions, sometimes associated with more than one selection. We began by sampling units from each publisher at each grade level, first from the entire set (980 units) and then focusing on those corresponding to the science selections. We worked together progressively to develop lists of instructional types and exemplars of each type. When we were in agreement on the coding schemes and high levels of interrater reliability were demonstrated, the 233 units covering the 238 science selections were assigned to two trained coders on an even-numbered and odd-numbered basis.
After all the units had been coded, a random sample of 10% of units from each grade by publisher was selected. Each case was assigned to the coder who had not previously coded the unit, and the two codings were compared. Percentage agreement was calculated for each instructional type across all cases. In all, 96 instructional types were coded twice, yielding a range of agreements from 67% to 100% with an overall average of 92%. The lowest agreement was on "phonics instruction." Investigation revealed that coders were sometimes unclear about whether sound-letter instruction was phonics, spelling, or both.
We identified the instructional suggestions most clearly associated with the reading process in the 238 selections that contained scientific content. There were 50 types of instruction in nine categories, the description and prevalence of which we have previously reported (Smith et al., 2006) .
Although many different types of instructional suggestions were enumerated, the majority of tabulated frequencies are considerably less than 50%. Most of the frequently occurring instructional directions (frequencies greater than 50%) are those that involve personal reflection or response. In our data, these are often cross-classified with the most frequent oral language activity, which is discussion. Examples of questions eliciting personal reflection, response, or discussion include the following: Why do you think astronomers study the stars? Have you ever wished. . . ? Will this report change the way you use water? These questions differ in a number of respects. Some are intended for prereading, others for midor after-reading. Some can be answered without reading the selections at all. They differ in focus or intent: included are probes for personal experiences, personal preferences, personal learning, and personal ideas or thought processes.
Discussion was by far the most frequently suggested activity, with from 64% to 96% of the units having multiple calls for discussion, depending upon grade and publisher. At all grades, the majority of instructional units contained multiple suggestions for discussion. Discussion is suggested for a variety of purposes in these units, often as a means of getting children to consider questions that involve some sort of personal reflection/response as in the following prereading instruction found in a Grade 3 teacher's guide:
In small groups, discuss your experiences with magnets or compasses. What can magnets be used for? What tricks can you do with magnets? Have you ever used a compass to find your direction in an unfamiliar place? (Cornerstones, 1999, p. 182) The fact that personal response/reflection and discussion are so prevalent in the instructional guidance associated with science selections looks, at least superficially, to be quite promising for fostering scientific literacy. The importance of making connections to students' personal knowledge and making subject matter personally relevant to students is widely acknowledged in the literacy field (Dillon & Hoffman, 2002) . However, the discussion that is recommended would not draw on the fundamental scientific concepts that are in the texts and support reading as inquiry. Indeed, there was very little connection to scientific concepts and reasoning promoted in the programs.
Frequencies were high at all grade levels in three areas: (1) activating prior knowledge by asking students to make personal connections, (2) identification of new vocabulary words to be taught, and (3) suggestions for student discussion. Approximately one third of the reading-related instructional types showed frequencies that were higher in the lower grades, including choral reading, listening and reading along, phonics, and reading text features. Very few instructional types showed a tendency to be more frequent at the higher grades, although two activities that showed such a tendency were asking children to explain concepts from the selection in their own words and asking them to infer information not explicitly stated in the selection. The clearest grade trends of increasing frequency were found for the personal response questions that call for thinking/inferring and reflecting.
Assessment Techniques
Assessment plays a crucial role in both literacy learning (Johnston & Costello, 2005) . While commercial reading programs may be expected to include general literacy assessments, such assessment must also implicate science content and scientific reasoning, if it is to contribute in any significant way to the development of scientific literacy.
We sampled teaching units at all grade levels from the entire inventory, progressively developing lists of assessment types encountered. As identified instances began to fit previous descriptions, we focused more specifically on the 233 teaching units corresponding to the 238 science selections and devised a preliminary code form and codebook containing explanations and exemplars. Regular meetings were held to compare notes, raise issues, and refine the protocol. The final measurement protocol was developed through an iterative process, involving several rounds of pilot reliability testing as well as examination and discussion of disagreements leading to modification of the coding scheme. When agreement on the protocol and high levels of interrater reliability had been achieved and all team members expressed agreement on the protocol, two trained coders were assigned to alternate cases such that approximately the same number of units for each grade and each publisher fell to the coders.
Instances of assessment were identified in three ways. Some were clearly labeled in various side notes accompanying suggested student tasks in the teacher's guides. Other instances were not labeled explicitly but, from explicit directions to the teacher, it could be inferred that assessment is intended. A third method of identification involved locating implicit mentions of assessment such as, "Can the students support their theories with facts?" (Cornerstones 3a, p. 66), in which case it can be inferred that a teacher would use observation to discern the students' ability during discussions. Since any instructional unit could contain multiple instances of assessment, instances were coded in the order in which they were encountered within each unit.
Each instance of assessment was coded along six major dimensions as shown in Table 13 . For each of these dimensions we developed coding categories supplemented with explanations and exemplars. A 10% random sample stratified by grade and publisher was selected from the 233 coded units. Each chosen instructional unit was assigned to the coder who had not already coded the case and the cases were then compared. Percentage agreement was calculated for judgments on the number of assessments per unit, the identification of these assessments, and each major dimension of the investigation per assessment. The overall average for all variables was 87%.
We have reported the detailed findings of this procedure elsewhere (Phillips, Norris, Smith, Buker, & Kasper, 2007) . Several aspects of the findings can be viewed positively in terms of scientific literacy goals. The findings on both forms and tools show that variety is present along these dimensions, which should be viewed positively given that position statements for both literacy (IRA & NCTE, 1994) and science education (NSTA, 2001) advocate multiple forms of assessment. There are some clear patterns of dominance, in that observations and self-and peer assessments dominate forms and guiding questions/prompts dominate tools. This may be viewed positively as well in that it suggests promotion of observation skills and a spirit of inquiry, elements essential to the scientific enterprise. In many instances, teachers are given guidance on becoming good observers, including direction on when and what to observe as well as on focusing questions or points to guide their informal assessments. In addition, students are being involved in the assessment process, a feature advocated by both literacy (e.g., Cohen & Wiener, 2003) and science educators (e.g., Coffey, 2003) . The findings on the purpose of the assessments can also be construed positively. Since there are virtually no assessments that are clearly intended to be summative or diagnostic, and the majority is either formative or dependent on teacher use, there appears to be considerable leeway-even encouragement-for the teacher to use these assessments to gather information that would help students in their learning processes. The programs therefore emphasize assessment for learning versus assessment of learning (Chappuis & Stiggins, 2002; Stiggins, 2002 Stiggins, , 2005 , and the value of this approach is well recognized in science education (Atkin, Black, & Coffey, 2001; Roscoe & Mrazek, 2005) .
Other findings fall more into the realm of negatives. Assessment was associated with a variety of student tasks, many in combination, but the tasks most directly associated with science were quite infrequently associated with assessment. Only 3% of all assessments focused on tasks that involve students utilizing skills or processes that are specific to the science domain (e.g., writing a scientific report, observing phenomena, and performing experiments). Other tasks do have aspects of relevance to the development of scientific literacy, but their relationship to science is far less direct. For example, a group task of researching a creature to write a story (Nelson 2, Reach Out, p. 161) may involve the gathering of information or resources and learning some life science content, but the task focus (writing a story) is of marginal relevance to the scientific enterprise. Had the task been to prepare a report, there would have been a closer tie to scientific literacy. Combined with a self-assessment that focuses not on research processes or content but on the interpersonal skills needed to work in groups, the potential of the task for our purposes is further diluted. Again, had the group work been related to scientific activities such as reading, writing, and interpreting scientific texts, then the potential for scientific literacy enhancement would have been increased greatly.
The findings on the correspondence to learning objectives also are not encouraging. Only about 45% of all assessments were clearly aligned with learning objectives, and these did not necessarily involve science content. Thus, the relationships among objectives, instruction, and assessment are unlikely to be optimal for promoting scientific literacy in these programs.
Finally, the content results raise doubts about the value of these assessments for fostering scientific literacy. The majority of assessments were concerned with language arts content only. While this may be expected in language arts programs, the assessments studied here are those in the subset of units with science content, and these programs include the science as one of their selling features. If we look at the percentage of assessments that have most relevance to science within these units, we find the following: cross-curricular skills (24%), science (5%), and combinations including science (14%). Therefore, fewer than half (43%) of the assessments associated with units containing scientific material have any connection to science content, and well over half of these are cross-curricular in nature and only 1 in 20 is directly focused on science. Whatever use these assessments may be for literacy learning, their relationship to the scientific realm is less than robust.
CONCLUSIONS AND IMPLICATIONS
This section is organized around the eight questions that guided the study and a final commentary. Our aim is to provide a judgment of the extent to which the commercial reading programs we have surveyed can promote scientific literacy. Recall that earlier in this paper we described a theoretical framework for how reading could be centrally involved in scientific literacy. We distinguished between scientific literacy in its derived sense, referring to scientific knowledgeability and being learned and educated in science, and scientific literacy in its fundamental sense, referring to the ability to read and write when the content is science . According to this conception, an important element in achieving scientific literacy is to teach reading and writing in the context of science, by which we mean being able to analyze, critique, and interpret science text. It is this element that we will address in this section.
Presence and Proportion of Scientific Content
This investigation established that these widely used commercial reading programs do contain science content. Approximately one fifth of all selections contained science content, and most of these dedicate a sizable proportion of their space to the science. We concluded that there is at least reasonable opportunity for instruction on how to read science materials. There is a trend in two of the three programs surveyed for the proportion of science content to be greater in Grades 3-6 than in the earlier grades. We do not know what the reason is for this distribution, but we fear that by not introducing students to expository and argumentative text (of which science is a special sort) at the outset of learning to read, then we shall perpetuate what we consider to be mythical: namely, that the narrative form is inherently easier and more appealing to read. There is good reason to think that whatever relative ease is experienced in reading narrative compared to expository and argumentative prose has as much or more to do with exposure and instrumental history than with any features of the genres themselves.
Genre
Calls for increased experience with informational text in the elementary grades have intensified in the past several decades. Most previous studies have shown that basal reading series consist primarily of narrative text selections. Our previous studies of these programs found that, although narrative was the most prevalent text type, the amount was considerably less than previously reported, and the amount of science considerably more. Within the selections with a science focus we actually found that the majority were expository. At one level, this marks an advance over the past domination by narrative, including addressing in part the concern raised by Ford and her colleagues that girls' lack of interest in science might be due to lack of exposure early enough in school (Ford et al., 2006) . However, a different type of concern now arises, because poor instructional guidance has become confounded with content. Although the majority of the nonscience selections were literary forms (narrative and poetry), for which instructional guidance tends to be appropriate, the majority of the science selections were expository, for which the instructional guidance was not appropriate much of the time. There is thus a risk that children will experience difficulty and frustration reading the science text not because of any limitations in their abilites or interests with regard to science, but because of poor instruction in reading the genre. There is, in addition, the attendant risk that any difficulty and frustration will become associated in students' minds not with the inappropriate instruction but with the science content itself. There is, thus, an imperative for explicit instruction on reading exposition and argumentation. Our study also highlighted the glaring absence of attention to an immensely important genre, namely argumentative texts. This absence cuts across all content areas, but is especially noticeable in science, which relies heavily on argumentation in the justification of questions to pursue, methods to adopt, and conclusions to draw.
Areas and Topics
As an introduction to scientific ideas, which we group under the derived sense of literacy, the programs were skewed heavily toward the life sciences. No doubt children are interested in many life science topics, and there appears to be a gender difference in preference for science topics. For example, Dawson (2000) in a study of Australian primary school children found little systematic difference between the interests of children in 1980 and in 1997. In both years, boys rated physical and earth sciences more highly than human and general biology. Girls' preferences showed a different pattern: in 1980, their preferences were for the biological topics over physical and earth sciences; however, in 1997, their greatest preference of all was for earth science. Baram-Tsabari and Yarden (2005) rated the science interests of Israeli children based on the questions they submitted to a children's television show. They found that almost one half of the questions were biological in focus, about one fourth technological, and one fourth physical science (which included astrophysics, which ranked third at 12% of the questions).
It may also be the case that primary and elementary teachers are more comfortable with life science content. For example, Ford (2004) found that life science books were favored by the highest percentage of student teachers (45%) for use in their classrooms, and physical science books were favored by only 7%. However, earth science books were favored by 31% of the student teachers and physical science books were least favored by only 24%. Given data like these, we can see no justification based upon student or teacher preferences to have only 4% of the selections with a primary focus on physical science and only another 12% on earth and space science. We can only conclude that the selections are biased and could be improved substantially with the inclusion of more physical, earth, and space science. We fear that the almost complete exclusion of these sciences might exacerbate the trepidation with which older students seem to approach them and the widespread avoidance of these fields by middle school, high school, and university students (Bordt et al., 2001; Gott & Johnson, 1999; Osborne, Driver, & Simon, 1998; Statistics Canada, 2003) .
Accuracy
Our typology of inaccuracies documents the range of errors that we discovered in these programs. We found only slightly more than one inaccuracy per selection, on average, and about two thirds of these were minor. Although no inaccuracies can be excused, we do not see these programs posing a serious risk of creating multiple and serious scientific misconceptions in students. This is a happy result. We do not have similar data on science programs at this level, but it would be interesting to be able to compare them to these reading programs in terms of inaccuracies.
Of concern, however, is where the inaccuracies concentrate, once the total number of pages devoted to science focus is equalized. We found that the physical, earth, and space sciences displayed a rate of inaccuracy almost double that of the life sciences. Coupled with what many perceive as a generalized reluctance to delve into these fields, especially into the physical sciences, and with the overall sparse treatment of these science foci within the programs, we believe there is reason to be concerned. The physical sciences are underrepresented on the one hand, and overly misrepresented on the other hand. This is a dreadful combination of program characteristics. We recognize the trend away from the physical sciences and toward the life sciences, especially among girls (at least in some countries) (Organisation for Economic Co-operation and Development, 2006 ). Yet, the physical sciences cannot be abandoned. Any sophisticated grasp of modern life sciences depends upon understanding the fundamental physical and chemical properties that support life and the basic properties of the universe that make life possible in the first place. We encourage publishers to pay close attention both to the weighting of science selections by focus and to the accuracy of all their materials. If the physical, earth, and space sciences pose a greater challenge for curriculum writers, then help can be found among scientists and science educators.
Text Features
Photos and scientific vocabulary were the dominant text features. For the most part, this pattern existed across grades and publishers. Photos are an easy feature to add to texts, so we do not find their numbers surprising. It was excellent to witness so much scientific vocabulary, although there were only about three terms per selection on average. Clearly, if a selection has a science focus, it should be possible to include more terms than three. On the other hand, it is important not to create an unmanageable conceptual density by including too many technical terms per selection. Of more concern to us, however, was the nearly complete absence of charts, graphs, and tables, which are so important to the communication of scientific ideas. It is crucial to the development of scientific literacy in the fundamental sense that young students be exposed to and taught to interpret such text features. At least of equal importance was the very sparse use of scientific metalanguage (about one such term for every five selections). Scientific metalanguage makes it possible to talk about science, to discuss methods planned or employed, to compare and evaluate results, and to consider applications. These intellectual skills are core to what it means to be a scientifically literate citizen. There is little point to greater representation of nonliterary forms, if the programs do not as well introduce students to the concepts and thoughts required for interpreting these forms. There is much room for improvement on this aspect of program design.
Instructional Guidance
The reading instruction that accompanied the science selections consisted of a wide variety of strategies and activities, although there is a preponderance of personal response and discussion suggestions frequently with no specific relation to the science content. There are numerous suggestions to engage in discussions but few that engage the text in a critical manner-a finding also identified by Palinscar and Magnusson (2001) .
In general, there is little clear guidance on using the selections for teaching scientific literacy. Teachers are not provided reliable information on which selections are science. The scientific concepts and any associated metalanguage are not typically the object of instruction. Usually, there are so many instructional suggestions associated with each selection that it is unlikely that a teacher would use all of them. Multiple purposes are reflected in the suggestions, and the probability that a teacher would focus on the most useful suggestions for scientific literacy is not great. Thus, perhaps not surprisingly, the teacher is key to making use of the limited potential of the programs for teaching reading in science. Optimizing the potential would take a teacher who is knowledgeable about both science and reading and who further has a conscious intent to use these texts for the specific purpose of teaching reading and writing in science.
Assessment
The results suggest that there are serious limitations to what can be expected from use of the assessments in the commercial reading programs as far as the fostering of scientific literacy is concerned. Although some aspects of the assessments included in science content units have relevance for the enterprise, most do not. The biggest downfall of the assessments is their insubstantial relationship to the subject matter of science and to learning specific skills and strategies useful for reading science text.
Final Commentary
There definitely are science selections in these reading series that could be used to help students learn to read science. To illustrate how much more could be done than these programs contemplate, we will describe the science-teaching possibilities offered by two selections containing science content.
Dancing Bees (Collections, 1997, pp. 18-21) , a Grade 4 selection, is a wonderful account of how bees communicate about food sources and the research done by two sets of scientists to define and interpret this activity. Reading this selection involves interpreting descriptions of research methods and scientific questions that seek explanations, interpreting experimental tests, distinguishing evidence from conclusions, interpreting correlational statements, and interpreting the logic of a controlled experiment.
Fundamental concepts developed in Our Solar System: News and Views (Collections, 1998, pp. 41-46 ), a Grade 6 selection, include the concepts that our knowledge is constantly evolving, and that it is important to separate fact from fiction. This information is presented by means of a series of excerpts from newspaper articles. Scientific literacy can be enhanced through interpreting the evidence presented in the media reports, interpreting statements of justification, recognizing tentativeness, analyzing and critiquing science-technologysociety issues, and analyzing scientific concepts.
Both Dancing Bees and Our Solar System: News and Views incorporate metalanguage. In Dancing Bees, the words "test," "experiments," "watched," "figured out," and "realized" are used to explain the scientists' activities. "Study," "observe," "evidence," "justify," and "analyze" are used to this end in Our Solar System.
The teacher is key to fully developing the potential offered by these selections. First, the teacher must decide the fundamental concepts to be learned using a selection. Then the teacher must choose what is relevant in the teacher's guide. For example, for Dancing Bees, the teacher's guide is not very helpful. It focuses upon children sharing personal interpretations of dance, general uses of robots, and imitating the bees waggle dance as well as developing their own dances. The only link to science is a suggestion to gather information about bees from a wide range of external sources. For Our Solar System: News and Views, the teacher's guide adopts a general focus on media coverage. The link to science is "optional," general, and fails to direct specific attention to the selections. Thus, teachers themselves often must develop the lessons that will help their students acquire scientific literacy by providing a focus on reading a selection consistent with its fundamental concepts and must arbitrate between the concepts in the selections and the activities recommended in the teacher's guides. There is a risk that none of this will take place, because of the widely recognized reluctance of elementary school teachers to teach science.
For assessing student learning, teachers can recognize student understanding through attention to students' clarity of thought revealed in their choice of vocabulary, sequencing of ideas, examples provided, inferences made, relevance of questions asked, and the intellectual quality of their interactions with the teacher and classmates-in their coherence, consistency, and completeness of thought.
The well-intentioned integration of scientific material in these commercial reading programs may have little usefulness for developing scientific literacy. The difficulty is not only that this is the case, but that it may be perceived as otherwise either by reading teachers or science teachers, or both. Resistance to literacy instruction in the science domain is widespread (Shanahan, 2004) , and the inclusion of science content in literacy programs may fortify science teachers' notion that teaching the reading and writing of science text is solely or primarily the job of the literacy teacher. Language arts teachers, for their part, may believe they are fruitfully developing the relationship between science and literacy because the programs they use contain science material. Ongoing collaboration between the literacy community and science educators is needed to clarify the value of various types of integration and to identify and develop instructional approaches and materials that will more effectively foster scientific literacy. Furthermore, science educators ought not to be seduced into thinking that because science is an integral part of reading programs that the fundamental sense of scientific literacy (reading and writing when the content is science) will be taught better than in a stand-alone science program.
